A lack of alignment between professional practice and education has triggered the move to alternative educational models, often with detailed scripts and templates to be followed. Among these are variants of problem/case-based models, where learners are challenged to achieve professionally desired learning outcomes and acquire knowledge and skills in their respective disciplines by encountering real-life situations as the stimulus and focus of their learning activities. A characteristic of these diverse models is that their scripts have been based on theories and understandings of what constitutes good learning and teaching. This article reports on a study conducted among law students that uses a script which focuses on the core 'know-how' of the legal profession. To examine the merits of this approach with respect to actionable knowledge, we employ perspectives from Knorr Cetina's practice-theoretical lens. Particular attention is paid to how students are introduced to and learn the three archetypes of epistemic practices that Knorr Cetina identifies as central for members of expert cultures. The results from the study not only show that these practices were developed but also detail what is important in this respect. Thus, the article addresses calls in this journal for more research on how connections between school and work for professionals can be enhanced.
Introduction
Preparation for professions has been part of university missions for a very long time. Professional education is of great importance to universities and plays a significant role in shaping questions about the purpose of the institution. However, in the past 20 years, many university schools and faculties seriously engaged in professional education have made efforts to better integrate workplace experience and academic study (Billett and Choy 2013) . Although professional education at universities in domains like law and medicine has included elements of workplace experience for more than a century, the alignment of subject matter and clinical work continues to be a challenge. Within the domain of law, a widespread approach to overcome this challenge has been the implementation of the case-based learning (CBL) method. This classic case method was developed at Harvard Law School in 1870 and was intended to combine the then commonly used methods of lecturing and apprenticeship (Williams 1992) . Students were presented with selected court cases and instructed to prepare a summary of them for a teacher-led, large-group discussion. In class, students presented their summaries and were questioned by the professor, who was assumed to follow a Socratic approach in examining students' understanding and position regarding the case. This method is still popular in law schools and has also been applied to other domains (Loyens and Rikers 2011; Williams 1992) .
Problem-based learning (PBL), most commonly used in medical education, could be regarded as a prominent example of case-based instruction (Williams 1992) , although some would argue that it is the other way around (Barrows 1986) . During recent decades, PBL has made substantial inroads into professional preparation programmes (Boud and Feletti 1997; Schmidt et al. 2011 ). However, as pointed out by Barrows (1986) , the term PBL may have several different meanings depending on the educational method employed. A common feature is the introduction of a problem, most often represented by a complex and ill-structured case, intended to situate learning in a meaningful context. In the prescribed PBL programme, students are introduced to the problem in small groups facilitated by a teacher and follow a step-by-step procedure in analysing the case and generating hypotheses, identifying knowledge gaps, maintaining self-directed learning and applying new knowledge to solve the problem (Barrows 1986; Hmelo-Silver and DeSimone 2013) . Together with some other approaches, such as challenge-based learning (O'Mahony et al. 2012 ), CBL and PBL represent different kinds of inquiry learning. For reasons of simplicity, and in accordance with Barrows (1986) , we will refer to such models of teaching and inquiry learning by using the PBL label.
While the many forms and flavours of PBL curricula, programmes and courses make it increasingly difficult to evaluate, compare and generalise the findings from studies related to PBL interventions (Newman 2003) , there is abundant evidence to suggest that if PBL is well-implemented and provides effective support, it may enable students to form a cognitive apprenticeship (Hmelo-Silver et al. 2007, p. 101) .
However, to become a practitioner in a professional field, a novice learner must serve both a cognitive and a practical apprenticeship (Schulman 2005) . In the former, a person learns to think like a professional; while in the latter, Shulman contends, one learns to perform like a professional, i.e., the learning of skills, techniques and practices is essential for preparing students with knowledge for action. 1 Several important suggestions have already been made in the literature about how practical apprenticeships might operate and the various ways in which workplaces may be organised to better exploit their potential as sites for learning (Akkerman and Bakker 2012; Billett 2001 Billett , 2010 Guile and Griffiths 2001) . Through the qualitative study reported in this article, we attempt to show how a PBL course can be designed and implemented to serve as a practical apprenticeship. Our main focus will be on determining what can be done to maximise the advantages of a PBL session so that it can become a format for preparing students to perform like professionals. The five -day law course in question emphasised basic legal know-how. A complex legal case was used to introduce students to the core practices involved in resolving legal problems and to the various legal sources they should consider in this respect. Thus, it involved a different script 2 from that of the traditional PBLrather than being designed in accordance with the characteristics of learning, its design was based on the structure of professional know-how.
To further address this issue with respect to our study, concepts from Knorr Cetina's theory of practice are employed. An epistemic practice focuses on the practical 'know-how' of knowledge, which is specialised for a contextual purpose. An epistemic practice is defined as one aimed at processes of approaching, safeguarding and applying knowledge. In this article, we explore the three archetypes of epistemic practices that Knorr Cetina identified as central for members of professional cultures to learn (Knorr Cetina and Reichmann 2016). These archetypes constitute the core know-how of professional work, but they may be partially tacit and must therefore be made explicit if prospective learners are to acquire them. Hence, our research contributes to the PBL literature by focusing on what Hoidn and Kärkkäinen (2014, p. 21) described as 'new initiatives and studies that strategically and proactively bridge PBL research and practice'.
The article is organised as follows. The next section outlines in more detail a set of conceptual notions that underpin the epistemic practice lens. Then, the empirical context is presented, and three key research questions are identified. This is followed by a section on methods. The findings are then presented through a day-by day structure to provide detailed insight into how the course works as a possible practical apprenticeship. The article concludes with a discussion of our results and how they contribute to our understanding of the value of PBL in aligning education and work.
An epistemic practice lens
In the practice-theoretical perspective developed by Knorr Cetina, one key assumption is that a given field of expertise (such as the legal profession) is characterised by shared conventions for approaching, developing and sharing knowledge. These conventions comprise orders of meaning. For Knorr Cetina, it is these conventions or orders of meaning which make professional life possible and functional by defining 'how we know what we know' (Knorr Cetina (1999) p1) . In line with this, knowledge, facts and ways of approaching problems are not given but seen as maintained in often-fragile structures of meaning. It is these fragile structures or orders of meaning which are meant by practice. In this vein, Knorr Cetina identified three practices as critical to understanding how a profession functions (Knorr Cetina and Reichmann 2016) and are hence essential to prospective professionals. It is important to note that the core practices are not generic. Rather, they are entwined with the epistemic frameworks and orders of meaning of a particular epistemic culture. Hence, while we use illustrations from law, these practices play out differently within different professions, suggesting that they must be studied in their specific contexts.
First, professionals must discern what is and is not relevant information for the situations they find themselves in. Only when they have done so can they effectively identify the type of problem they are dealing with and begin the process of resolving it. Thus, professionals need to engage in practices related to sortingor what Knorr Cetina termed distinguishing -'signal from noise'. For lawyers, as for other expert groups, it is only possible to speak confidently about problems after they have been rearranged in a specific way in light of the issues to be resolved and the tasks to be completed. The second core practice is establishing relevant resource relationships and deciding which figures to trust. As with all types of expert knowledge, professional knowledge is collectivewhat we know comes primarily from others, and knowing whom to trust and what to believe is essential. Hence, professions are typically infused with strategies and epistemic practices designed to ensure trust in knowledge. The third core practice is that of incorporating knowledge-related principles learned in various settings into practical workwhat Knorr Cetina would describe as moving from in vitro experimentation to in vivo actions. With respect to the legal profession, this practice reflects how jurists are expected to incorporate the whole 'genesis' of law in legal decision making (Latour 2010) .
The practices outlined above are important for both novice and experienced practitioners when they are exposed to the complex mixtures of knowledgeability found in workplaces. However, these practices may be partially tacit and need to be made explicit through presenting practices. Following Knorr Cetina, epistemic practices can be analysed in two wayswith respect to how they assemble and how they represent. As Pels (2000, p. 1) suggested, representation can be understood as 'presenting' that which is not immediately at hand, that which is absent and therefore must be introduced into the present situation to be rendered visible and available in context. In short, this perspective (i) highlights the importance of the three core practices and shows how mutually distinct they are; (ii) draws attention to the 'nested' nature of these practices, i.e. one must acquire them in sequence; (iii) arguably underlines the need to investigate the skills required to access the different forms of practice (i.e. know-how with respect to trusted sources needs to build on skills and familiarity with the attributes of various materials); (iv) implies a transformed understanding of agency, i.e. students and teachers are not viewed primarily as constructors but rather carriers of core practices. Thus, identifying how prospective professionals can best be guided such that they learn these practices within an overall course structure is critical when devising professional education programmes.
We suggest that the epistemic practice perspective provides a basis for delineating three key research questions: (1) Is the design of the course configured to facilitate students' understanding and adoption of the three core epistemic practices? (2) What is the teacher's role in externalising the ordering structures of the legal profession and making them transparent? (3) What is the relational dynamic between what the students are introduced to and what they explore in their groups?
Method
To explore these research questions, we draw on data gathered within the frame of a larger project in which we compared and contrasted the introductory courses in three professional programmes in Norway. With respect to legal education, the focal course was the five-day introductory course. In comparing and contrasting the courses in the larger project, we noticed that this particular course had some notable design-related features and a noteworthy implementation scheme (Damşa, et.al. 2017) . As mentioned earlier, the design focused on the core know-how of the profession. With respect to implementation, it was an up-scaled course in which the tutor's role had been radically reduced owing to a lack of resources, and no teacher attended the group sessions. Hence, we decided to examine in detail how the facilitation provided in large seminars works at a distance, i.e. how students discuss and act on teacher inputs in their independent group processes.
Participants
In the introductory law course, students are divided into 34 teacher-led colloquium groups, with each group comprising 12-16 students. The teacher-led sessions run two hours per day over four days followed by a final summary seminar. Between the sessions, the students are expected to work on the vignette presented, both in small groups (four to six) and individually. A convenience sampling procedure was used to recruit teachers and students who were willing to accept the sessions being videotaped. Three groups led by three different professors agreed to participate. All three professors hold PhD degrees in law and have varying levels of teaching experience in Norway and abroad. To illuminate different patterns regarding how epistemic practices were introduced by teachers and applied by students within the frame of the overall course design, initial observations of the teacher-led sessions and students' work in small groups were used to purposively select participants to be included in the analyses. Teachers and groups that seemed to most clearly display different patterns were selected for the final sample.
Based on this procedure, the final sample consisted of two teacher-led seminars and two small student groups (one from each of the teacher-led seminars). The groups consisted of 4-6 members. Both the seminars and the small group meetings were organised four times during one week.
The scenario
The scenario presented to the students was a vignette about a young couple (Tine and Hallvard) who borrow money to buy a used car, which then breaks down on their way to a pre-paid vacation. The salesman, Gabriel, agrees to repair the vehicle, but it will take a few days. To avoid wasting more of their holiday, Hallvard and Tine buy inexpensive plane tickets and travel to their destination. After returning, Hallvard uses the car for a trip with some friends to a cabin. He parks outside the cabin and leaves the keys in the ignition. A 17-year-old boy takes it for a 'test drive', but his trip ends when the car goes off the road and the vehicle is damaged. Tine ends her relationship with Hallvard. To safeguard herself and her mother from financial loss, she demands that Hallvard takes full responsibility for not only repairing the car but also buying it from her. Thus, the scenario contains many actors and several disputes and is interwoven with details that are more or less relevant from a legal perspective.
Course delivery
During the course, the students were introduced to a new epistemic practice each day, which they were expected to consider while analysing the scenario. The teacher-led sessions ran for two hours per day with 24-30 students. Thereafter, the students were expected to work on the scenario between sessions, both in small groups and individually. The student meetings typically lasted two hours and on each subsequent day their work was briefly discussed and commented on by the professors leading the sessions prior to the presentation of the next practice. The week ended with a plenary lecture for all students in which one of the teachers worked through the case and its possible claims and arguments.
Procedure and materials
The teachers were not left to their own devices. They had pre-meetings to discuss their aims and instructional strategies, and their work was supported by a schedule provided by the course leader which described what topics and legal sources should be highlighted during the various sessions. Time was also allocated for sharing experiences from previous teaching years and offering advice in terms of student guidance. To offer additional support for the teachers, an article discussing the status of the various legal sources was supplied. Thus, the teachers were introduced to a rather tightly-scripted task that had been defined collegially.
In the context of the larger project, we had videotaped three teacher-led sessions (10 hours per colloquium). Furthermore, one of the student groups in each colloquium agreed to videotape their independent group discussions during the week. This material comprised 16 hours of videotaped recordings of the students' group work. As supplementary data, two plenary lectures, which were held at the beginning and end of the week, as well as a pre-meeting attended by the course teachers, were observed. Further, we collected course documents and copies of the materials the students were introduced to (an overview of data used in the analysis is displayed in Table1 below).
Table 1
Overview of data used in the analysis
Teacher-led Colloquiums

Student Group Discussions
Other Materials
Participants in the study 2 groups of 12-16 students led by a professor 2 student groups of 4-6 students (one from each of the teacher-led colloquiums) 
Our approach to analysis
Our analytical strategy was guided by our research questions and was performed in several stages. First, one of the authors reviewed the videotapes from the two student groups to identify key steps in their problem-solving process, with a particular focus on episodes during which students found it difficult to move forward in their exploratory work. Thereafter, the recordings obtained from the teacher-led sessions were analysed with respect to what issues the teachers had highlighted.
To explore in more detail the relational dynamic between teachers' inputs, the overall course design and students' progression, we employed what Knorr Cetina (1999) called a comparative optic. Rather than aiming at a strict comparison, this approach entails examining one case in the light of another as an analytical strategy. The strength of this particular approach lies in its concern for what is produced through specific aspects of the course and teaching practices as opposed to attempting to determine what is best up front. The analysis follows the same themes and steps for each of the two PBL groups, comparing and contrasting them; that is, the way the students were introduced to the three core practices, how teachers' inputs were picked up and used in the students' discussions; how the student groups approached and interpreted the task; the actions they took to address the task; and lastly, how the students' practices and solutions to the scenario changed over the week. Of special interest was the identification of factors that that seemed particularly beneficial for students' progress.
To check the reliability of our analysis and minimise the impact of a single author's preconceived notions, we consulted researchers who had gathered and analysed data for the larger comparative project mentioned earlier. We had several meetings in which we compared our interpretation with theirs and established that we had a common understanding of the identified group differences.
In what follows, the work completed by the groups is presented sequentially (i.e., Group 1 before Group 2), and core challenges are then discussed. To illustrate the relational dynamic between the overall course design, the teachers' input and the students' progression, we followed the day-by-day structure of the course and captured vivid episodes that show how the different groups worked and progressed. To preserve the anonymity of the teachers and students, we concealed the teachers' gender, referring to both as 'he', and we used numbers (S1, S2, etc.) to identify the students. The quotes from participants are transcribed verbatim from the video recordings but in some cases the dialogue has been condensed for the sake of brevity.
Findings
Group 1
Day 1: Distinguishing signal from noise: Sorting the case
The first teacher-led session begins with introductions. Everyone describes why they applied to law school and the expectations they have. The teacher uses the students' aspirations as a point of departure to discuss what law is and what law is not. He indicates that, by its very nature, the law possesses distinctive features, and lawyers look at the world in a unique way. Furthermore, the teacher explains that not all arguments have equal value. For arguments to hold up in the world of law, they must be grounded in legal sources, and different sources carry different weights. In professional jargon, this is called 'types of authority'. One of the goals of the course, he says, is to provide an understanding of the various types of authority and broad principles that operate in this specific type of system.
He continues by identifying the two core issues that are critical to the daily work of lawyers. The first is the need to 'sort the cases' and reconfigure problems to make them 'solvable'. He then presents the students with a systematic way of analysing a legal case. This involves a step-by-step procedure for identifying the actors, claims and disputes in the factual scenario. The second issue is to explore the scenario in light of the students' personal experience and general sense of right and wrong.
Student work
When examining the group work we find that, before meeting, the students had individually sorted the case in line with the directions provided by the teacher. Hence, they had already eliminated much of 'the noise' in the story, and they all more or less identified the following parties: Hallvard and Tine can make a claim against Gabriel (the car salesperson); Hallvard and Tine can make a claim against the boy (and his parents); and Tine (and her mother) can make claims against Hallvard.
This enabled the students to proceed in a structured manner. The students began by examining Hallvard's and Tine's positions. In the heated arguments that ensued, their debate was mediated by their moral opinions regarding what was fair and just. The following excerpts illustrate how this task engaged the students and contributed to their progress: S1: Now that the case is sorted, we should go to the next step. S3: Ok. In our discussions, we'll approach the different issues on the basis of what we think is reasonable, because so far that's all we have.
S5: But it's very exciting that we have different views on the case. S1: Yes, yes, I think that's very good, too. S5: I must say that when I heard your arguments, I began to agree that Gabriel (the car salesman) should pay. However, the first time I read the case I thought that Tine and Hallvard definitely had … Well, hit the buffers! The day closes with the students wondering about how the law could help to discern 'whose fault it was that the car broke down'.
In summary, we can observe how, following the teacher's clear directions, sorting the case and eliminating some of the 'noise' at an early stage of their work enabled the students to make valuable progress in their evaluation of the scenario. In the legal profession, the practice of sorting is integral to reasoning and involves identifying what facts, arguments and legal precedents are relevant. It is not a one-off event and, when considering subsequent days, we will see that this practice was critical to approaching the scenario in a productive manner.
Day 2: Figures to trust: Legislators
In the teacher-led session the next day, the students' work is discussed and commented on. Attention then turns to statutes as legal sources. The teacher explains that identifying the parties and claims is only the first step. All of these claims must be further investigated before their legal status can be determined. We see that Teacher 1 again advocates structure and precision as the driving criteria for good work. He ends the session by providing further cues regarding how to sort the issues: 'Before looking for law, you have to identify what is at the core of the case. What factor does everything else hinge on?'
Student work
In the subsequent group discussion, one of the students suggests that the group should take one claim at a time and find laws that address the issues. Furthermore, the student suggests that they should begin with questions relating to the circuit board because it is 'the premise for everything'.
The following excerpts illustrate how the teacher's statement about ordering enabled the students to identify the core of their case quickly. S1: Should we begin with questions relating to the circuit board? Is it defective? S2: Yes, because it is the premise for everything. S3: Yes, for all the other requirements S2: For the broken car and the flight (…) S4: Yes, the question is to what degree the car can be seen to be defective.
The group continues by summarising which statutes they have looked at and which sections deal with the issue of a defect in a consumer's purchase. They find two key statutes and focus on one of these. The following excerpt shows one student offering his reasoning: S1: If you start with the basic question, 'Is the car defective?', you can begin with § 15 of the Consumer Purchase Act and sub-sections (a) to (c) and see what the conditions are for something counting as a defect.
Another student reports that he has considered § 17 of the Consumer Purchase Act because it is relevant to sales in which there is an 'as is' clause, which applies in the vignette. Another student brings up § 18 because it deals with 'latent defects'.
In summary, we see that the students engage in the practices of reading, exploring and discussing the statutes. The neatness of a chronological approach learned the day before and the teacher's new instructions facilitate progress. Gradually, the students come to understand that defectiveness is a concept with many elements, and that trust can be placed in statutory provisions. Thus, these provisions help the students to further sort the case by suggesting which of the factual details may be legally relevant.
Day 3: Figures to trust: The courts
In the teacher-led session the next day, the students' work is discussed, and their questions are elaborated on by Teacher 1. The students are thereafter introduced to court decisions and told that this is another source of authority. Teacher 1 tells the students that the law may require new interpretations and that there may even be what he calls 'holes in the law' (loopholes) if the legislation does not cover the issue at hand. Moreover, with respect to the courts, the students are told that there is a clear hierarchy.
Two important Supreme Court decisions are introduced as potentially relevant to the case at hand: the 'rental car decision' and the 'video player decision'. The teacher advises the students to begin with the latter because it may provide them with further insight into the core question of what counts as a defect in the eyes of the law. The students are told that reading these cases is perhaps the most difficult task of the week because the text is often very dense. They are also reassured that the structure of decisions is often the same. Further, the teacher provides them with some basic rules regarding how to utilise this type of legal source. He states, 'You have to work purposively', and he continues to provide instructions about what that means. He tells the students that it is 'smart' to pinpoint the facts of the case or the 'story' first and then identify the legal issues. Ultimately, they must decide what the Court indicates as the basis for its ruling.
Student work
In the subsequent group discussions, the students follow the teacher's instructions and commence with the so-called 'video player' case. After struggling for some time to understand the overarching principles contained in the judgment, the students begin to exchange ideas. However, it soon becomes apparent that they have not understood the significance of the judgment. S4: But there are two quite different things here. The first case is about a video player that has a five-year warranty. (...) And in our case, the used car is now 11 years old, and I don't think these two situations are really comparablean 11-year-old car versus a three-and-a-half-year-old video player! S3: But it is not the car as such but the circuit board that was expected to last.
The students get back on track by reminding one another of their teacher's statements, i.e., his warnings about jumping to conclusions and his emphasis on the various purposes that Supreme Court cases can serve. They begin to look at the preparatory papers, which reveal that the video case judgment is not based on the Consumer Sales Act but rather extends it by specifying what 'acceptable quality' in a consumer purchase means. Furthermore, the notion of 'acceptable quality' takes into account what would normally be expected given the type of product in question and its cost. The students learn that what is crucial is not what one personally expects but what a reasonable person would expect of a used car. They identify the fundamental question: What level of performance is the purchaser of a used car entitled to?
In summary, we see how the students progressively enhance their ability to interpret authoritative sources and how the teacher's statements are helpful. The transition from the beginning of the independent learning session, which was characterised by an eagerness to jump to conclusions, to the careful analysis of the judge's argument towards the end is especially noteworthy.
Day 4: Integrating the knowledge sources
On the final day, Teacher 1 introduces the students to textbooks and tells them that they are one among many secondary sources of authority. He explains that although secondary sources are not binding, they can be useful in several ways. Because they have persuasive authority, they can be used to support a legal argument. Moreover, they offer explanations and analyses of legal concepts. Thus, secondary sources also serve to further students' understanding of a particular legal problem. The teacher points out that court decisions are respected but can also inflame passionate disagreements. The students are thus advised to read various books in order to construct arguments.
Student work
The students share bits and pieces from the books they have read, denoting differences in viewpoints and ways of reasoning. A particular focus is placed on a core question that had vexed them during the week: Does an 'as is' clause invalidate the express promise of performance provided by the car salesman? They read in one of the textbooks that an express statement takes priority over a general term. The following extract illustrates how the students eventually demonstrate the capacity to move between the legal sources they had been introduced to in order to make connections, construct legal arguments and resolve their scenario. S1: If you start with the basic question 'Is this a defective car?', you could start with Section 17 b of the Consumer Act.
S2: What does that say again? S1: It says [reading aloud], if the conditions described in Section 16, subsection b or c, are fulfilled, Section 17 should apply.
S2: Yes, and in our case, they do! S1: So then … Section 17 takes you to 16 and back. S2: Yes. S1: Then, if you take into account that he [Gabriel] assented when he was asked whether the car could make it back and forth to Croatia, according to this book (pointing to a textbook), you can conclude that there is a defect.
In summary, we see that the students engage in the practice of using sources to make connections and construct arguments about the scenario. As a result of following the recommended step-by-step procedure, they no longer view the law merely as a fixed set of rules and are able to incorporate knowledge-related principles into practical work.
Group 2
Day 1: Distinguishing signal from noise: 'Sorting' the case As with Group 1, this teacher-led session begins with introductions. The students describe why they applied to law school and the expectations they have. One notable feature is that Teacher 2 highlights the challenges of being a law student and includes tips and advice about critical issues in this respect, i.e. the desirability of establishing good study habits, the need to maintain a good work-life balance, and the importance of having a strategy for dealing with uninteresting subjects. Like Teacher 1, Teacher 2 informs the students of the aims of the course and provides them with an overview of the various sources of law. A significant difference between Teacher 1 and Teacher 2 is that the latter does not provide advice about how to sort the case.
Student work
The students begin with a conflict that involves the 17-year-old boy, i.e., one that is peripheral to the central issue of the scenario. However, this triggers an interest in exploring the various sources: S3: I thought a little about the boy and was eager to hear what you guys thought. S2: I thought that the fact that the boy was only 17 would mean that his parents would be involved anyway as he is a minor, but I do not know the rules about this.
S2: I think the threshold for responsibility is 16.
The quotation below, from the end of the session, illustrates that the students did not know where to begin their analysis. S1: Perhaps, we should have started with the car and then with the costs? Our approach has been a little at the wrong end.
In summary, we can observe that Teacher 2's reluctance to provide explicit directions weakened his influence on the students' work. One consequence was that they did not distinguish between relevant and irrelevant information, and this affected their ability to make progress on subsequent days.
Day 2: Figures to trust: Legislators
The day begins with the teacher asking the students to recall the distinction he made previously between the various types of legal authorities. As in Group 1, he reminds the students that the sources of law do not carry the same weight. Legislation is given priority, for example. He states that it is the professional community that decides what sources are trusted and considered relevant.
He then turns his attention to the students' work completed the day before. Despite the fact that Teacher 2 had not given it to them as an explicit task, he proceeds by asking them what legal disputes arise from the vignette and who the parties are. Interestingly, the students are able to identify the disputants. Next, he introduces them to their new task, which is to find the law that is applicable to the scenario. He briefly outlines how the statute book is organised and how the material can be read. In addition, he devotes time to describing how to use post-it stickers to locate materials quickly. In contrast to Group 1, in which the teacher underlined the importance of both sorting and sequencing, Teacher 2 does not provide guidance regarding the chronology of the analysis.
Student work
With no guidance from the teacher regarding where to start, the students again begin considering the role of the 17-year-old boy who stole and damaged the car. They locate the Damages Act and discuss whether the teenager has financial resources, whether the parents are responsible, and what compensation may be available. This leads to a discussion regarding what laws are relevant to the task. The students then turn their attention to the conflict between Gabriel and Tine and Hallvard and recall the laws they have read that relate to this dispute. Although they have identified a range of statutes they believe may be relevant, they struggle to determine how to unravel the conflict.
The excerpt below illustrates not only this struggle but also how one student manages to bring the discussion back on track by suggesting that they begin with the chapter that sets out the criteria for determining what constitutes a defect: S2: So a central question is whether it is their fault or his. That the car is damaged, I mean.
S4: Yes, but it is hard to really know because the car just broke down, and it does not say anything … about it being treated badly.
S3: I think we need to find out if the car is defective first.
The discussion continues, but the input of S3 is ignored. However, S3 is insistent and returns to his concern several times. A turning point comes when he observes that the question of who is responsible for a fault is only relevant if the car has a defect. Eventually, after taking his point, the students spend the rest of the session exploring what amounts to a defect and how the criteria stated in the various acts may inform their case.
In summary, we see that without further guidance about how to sort the case, the students struggled to grasp that the concept of defectiveness is statutorily defined. Thus, they were working with irrelevant information, and their progression depended on a single persistent student getting them on track. It is only at the end of the session that the students engage in sorting practices relating to what constitutes a defect.
Day 3: Figures to trust: The courts
This teacher-led session begins with a recap of all the legal sources and some indications as to how they are weighted. The teacher then goes on to discuss the role of the Supreme Court and explain the structure of a court decision. He also dwells on the themes of unanimity and disagreement in the Supreme Court and points out that a decision can be trusted even if a minority opinion is expressed. He concludes by giving the students some pointers about how to open up the scenario, telling them to focus on what the Supreme Court decides. Unlike Teacher 1, Teacher 2 does not tell his students which case to begin with or even alert them to the fact that one of the judgments relates to the core issue of defect while the other deals with the rules on compensation.
Student work
In this session, one of the students asks which judgement they should begin with. S3 suggests that they should commence with the video player judgment. However, the other students decide to start with the rental car decision because it is easier to read. After debating the latter case, they turn their attention to the video player judgment. The students do not focus on the meaning of 'defect' but again draw parallels between the two cases regarding the compensation that may be available.
The students attempt to determine whether the cases have something in common despite the obvious differences between a new video player and a used car. Their work is impeded by the fact that they use the Sale of Goods Act without understanding that the video player case identifies a loophole in that statute.
Towards the end of the session, S3 tells the other students that he believes the essence of the judgement is the definition of what level of performance the purchaser of goods is entitled to: S3: We have to bear in mind that at this point in time, the Consumer Purchase Act did not exist. S1: No? Then, we only had the Sale of Goods Act, right? S1: Yes, I wondered about that because we decided it was a consumer purchase, so what happened? S3: I am pretty sure that the (video player judgement) contributed to the development of the Consumer Purchase Act.
Student 3 is then asked by the other students what he learned and replies: 'What I felt I got out of reading the case is what one can expect from an ordinary item you purchase and that you have a right to expect things'. Convinced by this, towards the end of the session, the other students begin to investigate the essence of the case and thus engage in a new line of inquiry that is more on-target.
In summary, the students know the figures to trust, but their work ground to a halt as they did not understand how to use the materials produced by the trusted sources. By way of contrast, in Group 1, a structure was provided by the teacher in the form of cues regarding how to sort the material.
Day 4: Integrating the knowledge sources
The final session begins by discussing what textbooks are and what type of authority they have. Similar to Teacher 1, Teacher 2 explains that textbooks are only a theoretical elaboration of the statute book. He informs the students that, as secondary sources, textbooks carry little weight in court but may have an indirect influence because legislators and judges may value the views and arguments contained in the literature. He also warns that textbooks can be deceptive because they typically make complicated issues seem simple. He recommends that the students acquire several different books but advises them not to read them from cover to cover because that could potentially divert their attention from the exploration of other sources.
Student work
The students start the session by reflecting on what the task is and how far they have progressed in resolving the scenario. They use the textbooks to understand the basics and begin to understand the complexities involved in the legal definition of a defect: S2: Finally, I have found something about a used car so now we can get the answers to the questions we have wondered about or at least some of them.
After S2 shows the other students the part of the book he is referring to, the discussion continues: S4: It says here that not all hidden defects amount to a breach of the seller's obligations, so we can maybe conclude that the defect may not be the seller's responsibility.
S2: No. There is a lot here and in other chapters about how the price of goods should be taken into consideration and what quality one is entitled to expect.
In summary, the students in Group 2 use only textbooks to understand the basic legal issues in the case scenario and seem less competent than Group 1in bringing all the materials they were presented with together. Nevertheless, there is evidence from their work that the students in Group 2 appreciate the value of the core practices required to perform as a professional.
Discussion
Our analyses show the way students' work was influenced synergistically by the course design and the ways in which the teachers introduced the three core practices critical for professional performance. In relation to our first research question, we can see from the material gathered in the preparatory meeting and the discussions there, that the course was designed to provide an in-depth explanation of each core practice up front. The overall course design implied that each day started with a (re)opening of the case and ended with the students suggesting a (preliminary) solution. On the following day, this solution was then debated in the colloquium session and a new source was introduced. While the students focused on one type of epistemic practice at a time, they also contributed insights they had obtained from one day to the next and gradually improved their understanding of the scenario. Thus, the course made visible 'the strategies and policies of knowing that are not codified in textbooks but do inform expert practice' (Knorr Cetina 1999, p. 2) .
Regarding our second research question, our analyses of the material gathered from the "colloquiums" and independent student group discussions underline the core role teachers play in making these strategies and policies clear. With respect to the three core archetypes of epistemic practices, we can see that the teachers' inputs to their groups specify which figures to trust and how to make use of the materials they produce. By highlighting the roles of various actors, such as lawmakers and the Supreme Court, the teachers introduced the students to the resource relationships that facilitate and maintain the ordering structures upon which the legal profession relies. In addition, the roles of sorting and practical know-how were revealed, including how they serve as important mediating devices in student learning. Briefly put, during each day, we can see how sorting mediates between knowing activities and how it conditions and determines acts of signification.
With respect to the third research question, the findings from the comparative analysis highlight that the students' activities varied with regard to focus and structure and were shaped by how the inquiry process was guided and supported and the way the core practices were introduced. Hence we see that despite the tight script, the exercise of influence of the teacher is important. For instance, in Group 1, we can see how the approach to breaking down and sorting the case on the first day led the students into a more structured investigation of the legal issues involved. Similarly, the teacher's introduction to reading the law on the second and third days highlighted the importance of detailed legal reading and helped them to further sort the case. For example, while reading the statutes, they saw that factors related to the conditions of the sale were relevant and had to be considered in discerning whether the car was defective. Likewise, reading the video player judgment led them to explore the condition of the car itself, i.e. how old it was, what make it was, etc. Here, we see how facts acquired meaning through their legal context. This is important because, as pointed out by Latour, 'facts are like trains, they do not work off the rails ' (1983, p. 266 ). In addition, new questions and avenues for exploration can emerge from the stabilising effects of eliminating 'noise'. On the last day, we can see how the knowledge gained was transported back into the complexity of the real world.
Compared to Teacher 1, Teacher 2 offered his group less structure regarding how to approach the case scenario in terms of sorting practices. These contrasting approaches also had implications for how the students' knowledge-building processes evolved. Group 2 was unable to sort the case and therefore struggled to deal with the 'noise' contained in the scenario, which impeded their learning progress. Hence, we can see how practices that can be clustered around the term 'sorting' are an important aspect of the inquiry process because they allow the differentiation of the relevant from the not so relevant. In this way, sorting allows students to make small decisions that are necessary for progress. Additionally, we can see how developing relationships with knowledge is a process and how the teacher's contributions at the beginning and end of each session, together with the overall course design and its temporal arrangement, provided structure for the students' explorations. Moreover, we observed how learning takes place in what Knorr Cetina termed 'the unfolding structures of absences' (Knorr Cetina 2001, p., 528) . What is important to note here is that the teacher's statements first served as a forward feed to get processes goingthe students encountered learning gaps, and it was within these gaps that the teacher's elaborations and statements had impact. Hence, both forward and backward feeds are required to engage students in productive learning loops.
A final issue relates to the question of agency and the discrepancy between being a novice and being an expert regarding the task of representation. To represent, as Pels (2001) pointed out, entails speaking for a community with authorityto be what he called a 'spokesperson'. While teachers have documented their mastery of the core practices of the profession, students have not. This is illustrated in Group 2, in which a student who had some previous knowledge of law repeatedly attempted to bring his colleagues back on track. However, his voice was not 'strong enough' to command the attention of the other students. Although one of the strengths of PBL is that, as with other inquiry-based models for learning, it re-focuses education on the student (Markham 2011) , our study suggests that outsourcing too much responsibility to students may be detrimental.
Conclusions and further research
Our study brings into focus how PBL may enhance the relationship between school and work and, more specifically, serve the purpose of a practical apprenticeship. In line with Akkerman and Bakker (2012) and as illustrated through the examples presented here, creating connections between education and work may not be a question of overcoming the differences between socially and culturally shaped learning sites, but rather a matter of creating continuity between the types of practices focused on in workplaces and education. Thus, we conclude that the three core practices described and their logics must be taken seriously in the design of future PBL courses if they are to serve as practical apprenticeships.
We suggest two pathways for further advancement. The first pertains to research while the second concerns design of PBL courses more generally. Our empirical focus has been limited to an introductory course in legal education where the figures to trust are immutable. A suggestion for further research would be to investigate professional fields where the authoritative sources are not necessarily fixed and are thus more contestable; for example, teaching and nursing. In such cases, professional schools may need to involve many stakeholder groups in order to design a curriculum that bridges education and work. We also recognize that over time the results of teaching may manifest themselves in a different way than that suggested in this article. Hence, studies with a longitudinal design may provide slightly different results to those found here.
Lastly, we suggest possible contributions of a practice -based perspective with respect to opening up new designs for PBL courses and new ways of conceptualizing educational support for professionals more generally. First, this perspective highlights the critical role "know-how" plays in the development of professional expertise and underlines the need to think more carefully about this aspect of the growth of expertise than has previously been the case. Second, a practice -based approach implies recognizing that, no matter how tightly scripted a technology is, it will always allow for variation when it is enacted. Hence the teacher's influence is critical. Third, by highlighting what is often invisible in the dynamics of professional learning it invites a broader vision of teaching than that which has characterized the literature to date. Rather than invite discussions of front or back loading of teaching sessions, it encourages a view of teaching as a question of attunement to things seen and unseen, a sensibility to what may be distinct about a domain, or a sense of knowing and understanding tricks of the trade. Thus our final thought is that the epistemic perspective has much to offer not only as a research tool but also as a design tool with respect to the use of PBL on introductory courses.
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